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Abstract
Since its inception, Salovey and Mayer’s (1990) construct of emotional intelligence has been
associated with positive outcomes from heightened academic performance to resilience
(Connor & Slear, 2009; Costa & Faria, 2020). The present study focused on the impact of
emotional intelligence and academic stress on coping, resilience, and psychological well-being
within a college population. It was hypothesized that those high in emotional intelligence would
employ more approach coping strategies and fewer avoidance coping strategies compared to
those low in emotional intelligence, and that the higher stress scenario would result in more
avoidance and less approach coping compared to the moderate stress scenario. Emotional
intelligence was also hypothesized to be a predictor of resilience and well-being. Participants
(N=122) completed an online survey where they were asked to complete a measure of
emotional intelligence and engage with two hypothetical academic stressors, one moderately
stressful and one highly stressful. They then completed a coping assessment following each
scenario plus measures of resilience and psychological well-being. Mixed-model ANOVAs
revealed that, compared to those with low emotional intelligence, those high in emotional
intelligence reported more approach coping strategies and fewer avoidance coping strategies.
Contrary to expectations, participants reported higher rates of both avoidance and approach
coping in the higher stress scenario than in the moderate stress scenario. Emotional intelligence
was also found to be a significant predictor of resilience and psychological well-being.
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Feeling Smarter: The Impact of Emotional Intelligence and Situational Academic
Stressors on Resilience, Coping, and Well-Being
Western philosophy has long posited the head and the heart as two mutually exclusive
concepts. Both Aristotle and Kant viewed emotions as an obstacle to rational thought and a
nuisance to logic. Some psychologists, such as the behaviorist B.F. Skinner, disliked the
preoccupation with emotions and believed that the study of psychology must focus instead on
observable phenomena. To skeptics like these, a concept such as emotional intelligence seems
like an oxymoron.
To best understand emotional intelligence, it is important to recognize that two distinct
theoretical constructs dominate the field. The first formal definition of emotional intelligence
comes from Salovey and Mayer (1990). They originally described emotional intelligence as a
new, separate intelligence that enables individuals to monitor their own and others’ feelings, to
discriminate among them, and to use that information to guide their thinking and action (Salovey
& Mayer, 1990). They later refined the definition of emotional intelligence to include four
proposed abilities: perceiving, using, understanding, and managing emotions (Mayer & Salovey,
1997). This four-branch conceptualization of emotional intelligence is generally regarded as the
ability model of emotional intelligence and serves as the basis for the Mayer Salovey Caruso
Emotional Intelligence Test (MSCEIT).
The second theoretical approach of emotional intelligence comes from Goleman (1995).
This version of emotional intelligence, often referred to as “EQ,” popularized by Goleman
(1995), broadens the scope of the construct and defines emotional intelligence as a cluster of
traits rather than abilities, as Mayer and Salovey (1990) originally conceptualized. This cluster of
skills includes self-awareness, self-regulation, internal motivation, empathy, and social skills
(Goleman, 1995). This notion of “EQ,” also known as trait-emotional intelligence, broadly
equates emotional intelligence with gusto and persistence rather than quantifiable abilities.
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Moreover, Goleman (1995) posits that “EQ” is more important than IQ but fails to provide an
accurate measure of emotional intelligence.
For the purposes of the present study, Salovey and Mayer’s ability-based concept of
emotional intelligence will serve as the foundation for the emotional intelligence construct
because of its soundness of measurement and clearer definition of emotional intelligence
compared to Goleman’s trait-based concept of emotional intelligence. Goleman’s
conceptualization of emotional intelligence is more vaguely defined and lacks solid assessment.
Experience of Stress in an Academic Context
Stress in an academic context is nearly inevitable. Deadlines for assignments, long
exams, and extensive hours studying can leave even the best students feeling burnt out.
Particularly among college students, an increased workload, more self-paced learning, along
with moving away from the support system of their families can leave students feeling unable to
cope with the mounting pressures of schoolwork and life. Bedewy and Gabriel (2015)
acknowledged the multifactorial origins of stress among students and developed a tool to
accurately pinpoint the major sources of academic stress. By evaluating current students'
perceptions of academic stress, Bedewy and Gabriel (2015) identified four primary sources of
academic stress: pressures to perform, perception of workload, academic self-perception, and
time restraints. These findings validate academics as an origin for stress and imply that the
experience of stress may differ depending on one’s perception. However, it remains unclear
what particular mechanisms affect the individual experience of academic stress.
Given the findings from Bedewy and Gabriel (2015) that acknowledge the presence of
stress in an academic setting, it is important to understand what effect stress has on students
and how they cope with this stress. Crego et al. (2016) assessed the impact of perceived stress
on academic performance among undergraduate Spanish dental students. Participants
completed an online survey that evaluated their perceived stress levels and academic
performance in addition to their coping strategies and exam-related self-efficacy. What they
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found was perhaps unsurprising; higher levels of perceived stress were related to poorer
performance (Crego et al., 2016). This relationship was mediated by exam self-efficacy, which
refers to how much belief a student has in their abilities. This suggests the importance of
perception, both of stress and one’s abilities on performance. Moreover, rational coping
strategies were negatively associated with perceived stress, while emotional coping strategies
were positively associated with perceived stress (Crego et al., 2016). These findings emphasize
the significant impact of stress on academic performance as well as the influence of coping
strategies on the experience of stress. Stress affects academic performance, and the
experience of stress can be mediated by more effective coping strategies.
The work of Crego et al. (2016) that established coping as a mediator between stress
and academic performance suggests that other factors may also affect the experience and
impact of academic stress. Knowing this, investigating the impact of emotional intelligence on
one’s academic performance could better illuminate ways to help students transition to the
heavier workload of college and achieve academic success. Costa and Faria (2020) evaluated
the impact of Portuguese students’ implicit theories of emotional intelligence and the impact of
trait and ability emotional intelligence on academic performance. In general, the researchers
sought to understand what predictive value, if any, implicit theories of emotional intelligence and
students' level of emotional intelligence itself have on academic achievement. Implicit theories
of emotional intelligence were defined as the beliefs developed about the self and one’s
abilities, similar to self-efficacy. Researchers hypothesized that implicit theories would be
associated with academic achievement. Costa and Faria (2020) also hypothesized that
emotional intelligence would affect students’ achievement. Participants completed several
assessments of emotional intelligence and their academic performance was measured by
obtaining their final GPA. Results indicated that implicit theories affected emotional self-efficacy
but not ability emotional intelligence. Further, implicit theories did not predict academic
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performance, but both ability and trait emotional intelligence were directly related to students’
GPA. This suggests that, like stress, emotional intelligence is related to academic performance.
Emotional Intelligence and Resilience in an Academic Context
Knowing the relevance of emotional intelligence, stress, and coping in an academic
context, an exploration of resilience in an academic context is also important. Numerous studies
have explored the association between emotional intelligence and resilience (Conner and Slear,
2009; Droppert et al., 2019; Schneider et al., 2013). Droppert et al. (2019) evaluated the
relationship between emotional intelligence, resilience, and academic performance. They
hypothesized that higher emotional intelligence would be associated with better academic
performance and that emotional intelligence would predict resilience. Australian male
adolescents completed self-report measures of emotional intelligence and resilience. Grade
point average (GPA) was used to measure academic achievement. Researchers found that
emotional intelligence was positively associated with scholastic performance and that reactivity,
a subscale of resiliency, partially mediated the relationship between emotional intelligence and
scholastic performance (Droppert et al., 2019). Though this study is relevant in establishing a
relationship between emotional intelligence and resilience in a high school academic setting, it
leaves room for exploration among a college population.
To expand on the relationship between emotional intelligence and resilience in an
academic setting, Schneider et al. (2013) investigated the relationship between ability-based
emotional intelligence and psychophysiological stress resilience among college students. They
hypothesized that higher emotional intelligence would promote a more resilient and adaptive
response. Participants completed the Mayer Salovey Caruso Emotional Intelligence Test
(MSCEIT) as well as the Positive and Negative Affect Scale and then engaged with a stressful
mental arithmetic task and a stressful speech task. Physiological tests were administered before
and after the stressful tasks. Though the researchers expected emotional intelligence to be
associated with more resilient stress responses, not all branches of emotional intelligence were

EMOTIONAL INTELLIGENCE AND ACADEMIC STRESSORS

7

significantly related to stress resilience. Emotional perception was related to lower negative
affect and emotional understanding was related to stress resilience. This suggests that perhaps
emotional intelligence itself is not related to resilience, but rather to a facet of emotional
intelligence such as emotional understanding. No matter, this research provides support for the
role of emotional intelligence, or at least a component of emotional intelligence, in promoting
both psychological and physiological resilience among college students. Moreover, it supports
that components of ability-based emotional intelligence facilitate resilience.
Similarly, Connor and Slear (2009) were interested in the relationships between
emotional intelligence, anxiety, and resiliency. They hypothesized that graduate students with a
higher level of emotional intelligence would have lower levels of anxiety and higher levels of
resiliency. They employed a general measure of emotional intelligence, an anxiety inventory,
and a resiliency scale. Results confirmed the researchers’ hypothesis that emotional intelligence
was significantly negatively related to anxiety and significantly positively related to resiliency.
Although this provides evidence of a relationship between emotional intelligence and resilience
in an academic environment, further research is needed to evaluate if these conclusions are
supported in a college population.
Emotional Intelligence and Coping
Given the magnitude of stressors associated with quotidian life, it is important to
understand the various approaches to coping and their relationship to stress management. One
of the most widely accepted constructs of coping comes from Lazarus and Folkman (1984).
They developed the transactional theory of stress and coping, which presents stress as a
product of an interaction between a person and their environment (Lazarus & Folkman, 1987).
Their approach emphasizes the relevance of perceived stress and the interdependence of
stress, coping, and cognitive appraisals. They also proposed two dominant coping strategies for
regulating stress: emotion-focused and problem-focused coping (Lazarus & Folkman, 1984).
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This division is useful in conceptualizing coping and creating a framework for coping styles, but
it has been criticized for oversimplifying coping.
Carver et al. (1989) expanded upon the construct of coping created by Lazarus and
Folkman (1984). Carver et al. (1989) defined coping as a preferred set of strategies that stay
relatively stable over time and across circumstances. Carver et al. (1989) also divide coping into
the categories of problem-focused or emotion-focused, but they also identify 13 subcategories
of coping. All subcategories coincide with either problem-focused or emotion-focused coping,
aside from the subcategories of humor and religion. Problem-focused coping can also be
referred to as approach coping, while emotion-focused is synonymous with avoidance coping.
The basis of coping styles established by Lazarus and Folkman (1984) and Carver et al.
(1989) laid the groundwork for understanding the impact of coping strategies. Ward Struthers et
al. (2000) sought to understand the impact of coping style in relation to academic stress, course
grades, and motivation among college students. They found that academic stress was inversely
related to grades and that students who favored problem-focused coping were more likely to
perform better academically than their peers who utilized more emotion-focused coping (Ward
Struthers et al., 2000). This suggests that heightened academic stress is related to lower grades
and that coping style has a significant impact on one’s ability to perform well academically.
Knowing the relevance of coping style in managing stress, Saklofske et al. (2012)
investigated the relationship between personality, affect, emotional intelligence, stress, and
coping in an academic context. Researchers hypothesized that stress would be positively
related to the personality trait of neuroticism, the emotion-centered coping style, and negative
affect. Conversely, researchers predicted that extraversion, conscientiousness, problemfocused coping, positive affect, and emotional intelligence would all be negatively related to
stress. Researchers also expected the associations of personality, affect, and academic
success and stress to be mediated by coping style and emotional intelligence. To measure
these constructs, participants completed a scale of emotional intelligence, the descriptive
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measure of personality traits, the Coping Inventory for Stressful Situations, the Positive and
Negative Affect Schedule, the Perceived Stress Scale, and the Satisfaction with Life Scale.
Results indicated that stress was positively related to neuroticism, emotion-focused coping, and
negative affect and was negatively correlated with extraversion, conscientiousness, problemfocused coping, positive affect, and emotional intelligence. Moreover, emotional intelligence
supported more positive coping styles. This could indicate that stress deteriorates coping, or
perhaps that those who are more stress-prone are less effective at coping. This research is in
line with previous findings that also suggest that emotional intelligence is a relevant factor in
coping with stress (Conner and Slear, 2009; Droppert et al., 2019; Schneider et al., 2013).
To expand upon previous findings, Noorbaskshs et al. (2010) were interested in the
relationship between emotional intelligence, coping styles, and stress. They hypothesized that
those with higher emotional intelligence would be able to cope more effectively with a stressor.
Four hundred and thirteen college-aged students from Tehran participated in the study and
completed measures of emotional intelligence and coping. The results revealed that higher
emotional intelligence was positively associated with problem focused and positive emotional
focused coping styles and negatively associated with negative emotional focused coping style.
In general, Noorbaskshs et al. (2010) confirm the role of emotional intelligence in stress
management. Moreover, this supports that emotional intelligence is related to more effective
coping styles.
Emotional Intelligence and Well-Being
Given the findings supporting the relationship between emotional intelligence and
resilience and emotional intelligence and coping, Vergara et al. (2015) sought to provide insight
into the relationships between trait emotional intelligence, subjective well-being, and selfefficacy. Researchers used the self-report Trait Meta Mood Scale (TMMS) to measure
emotional intelligence. The TMMS consists of three subscales: to one’s feelings, clarity in
discriminating between feelings, and mood repair. Participants also completed the Positive and
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Negative Affect Scale, the Satisfaction with Life Scale, and the General Self-Efficacy Scale. This
study established a direct relationship between emotional intelligence and subjective well-being.
However, it is limited by the fact that it employed a measure of trait-based emotional
intelligence, which measures respondents perceived emotional intelligence traits rather than
the abilities that comprise emotional intelligence themselves. Moreover, the relation of the three
emotional intelligence dimensions from the TMMS to Salovey and Mayer’s (1990) original
ability-based emotional intelligence model is unclear. Further research is needed to examine the
relationship between ability-based emotional intelligence and well-being to identify what
relationship, if any, exists between ability-based emotional intelligence and well-being.
Likewise, Marikutty and Joseph (2016) investigated the effect of emotional intelligence
on stress, psychological well-being, and academic achievement among adolescents. Given
Goleman’s (1995) claims of the widespread, beneficial effects of emotional intelligence,
researchers hypothesized that emotional intelligence would be linked to higher academic
achievement, negatively correlated to stress, and positively related to well-being. Their findings
supported these hypotheses and implied that the presence of emotional intelligence appears to
have a therapeutic effect (Marikutty & Joseph, 2016). In essence, those with a higher emotional
intelligence reported lower perceived levels of stress along with higher levels of overall wellbeing. This study leaves room for exploration to evaluate if the relationship between emotional
intelligence and well-being exists beyond adolescence and extends within a college population
as well.
Extremera et al. (2020) acknowledged the many stressors associated with the transition
to college life. Given these stressors, the researchers were interested in the relationship
between ability-based emotional intelligence, well-being, and emotional cognitive regulation
strategies in college students. Researchers hypothesized that emotional intelligence would be
positively and significantly related to well-being and that this relationship would be mediated by
cognitive-emotional regulation strategies. Extremera et al. (2020) measured ability-based
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emotional intelligence, cognitive regulation strategies, psychological well-being, and satisfaction
with life. Researchers found that, as predicted, emotional intelligence was positively and
significantly related to well-being. In addition, emotional intelligence was linked to more effective
cognitive-emotional regulation strategies. This suggests that emotional intelligence may
influence how effectively individuals cope with life stressors. Moreover, the present study
focuses specifically on academic stressors to evaluate if emotional intelligence remains a
relevant factor in predicting coping abilities.
Present Study
Costa and Faria (2019) established the importance of emotional intelligence in an
academic setting and Droppert et al. (2019) supported this claim along with the relationship
between emotional intelligence and resilience. Further confirming the pervasiveness of the
impact of emotional intelligence, Noorbaskshs et al. (2010) established that emotional
intelligence was positively associated with more adaptive coping styles and Extremera et al.
(2020) found that emotional intelligence was positively linked to higher overall well-being.
Despite the seemingly ubiquitous findings on the impact of emotional intelligence, it still remains
unclear what effect ability-based emotional intelligence may have on resilience, coping, and
well-being in a college, academic setting. To clarify the nature of ability-emotional intelligence in
a college environment, it is imperative to further previous research. The present study seeks to
clarify the role of emotional intelligence and academic stressors within a college population.
Particularly, the present research aims to explore the relationship between emotional
intelligence and resilience, coping, QPA, and psychological well-being in the context of
hypothetical high and moderate-stress academic scenarios.
As a result of the body of research that links higher emotional intelligence to more
resilient behavior, more adaptive coping, and higher overall well-being, it is hypothesized that
those with higher emotional intelligence will choose more approach coping strategies and fewer
avoidant coping strategies compared to those with lower emotional intelligence. It is also
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hypothesized that the high-stress academic situation will result in the use of more avoidant
coping strategies and fewer approach coping strategies than the moderate-stress academic
situation. It is also hypothesized that the higher stress scenario will result in the use of more
avoidance coping strategies in those lower in emotional intelligence than those higher in
emotional intelligence. Furthermore, it is hypothesized that the moderate stress academic
scenario will result in the use of more approach coping strategies in those higher in emotional
intelligence than those lower in emotional intelligence. Emotional intelligence is expected to be a
positive predictor of better overall psychological well-being, as well as the subcategories of
autonomy, environmental mastery, personal growth, positive relations with others, purpose in
life, and self-acceptance. Given the findings of Costa and Faria (2020) and Droppert et al.
(2019) that suggest a direct relationship between emotional intelligence and GPA, emotional
intelligence is expected to be positively related to a student’s quality point average (QPA).
Lastly, emotional intelligence is expected to be a positive predictor of resilience in stressful
situations.
Method
Participants
Participants were recruited from a small, private university in central Virginia. One
hundred twenty-two participants completed the study. Twenty-two were male, 98 were female, 2
were nonbinary. The average age of participants was 19.7 (SD = 1.68). Eighty-three percent of
the participants identified as white, 9% as Black/African-American, 4.9% as Hispanic, 0.8%
identified as Asian, and 0.8% identified as Native American. Average GPA was 3.43 (SD =
0.50). Students were required to be 18 years or older in order to partake in the study and
participation was limited to once.
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Materials
Demographics
Participants were asked to answer a set of demographic questions, including their age,
gender, QPA, major, race/ethnicity, and to rate their coping with the pandemic. The questions
pertaining to age, gender, QPA, major, and race/ethnicity were open-ended. Participants were
asked to rate their coping skills with the pandemic on a Likert scale from 1 (highly ineffective) to
7 (highly effective). See Appendix A for demographic questions.
Hypothetical Academic Stress Scenarios
Two hypothetical stressful academic scenarios were developed to measure coping skills
in a high-stress academic context and a moderate-stress academic context. In order to ensure
that the hypothetical scenarios differed in terms of their perceived stress level, a pilot study was
first run to gather data on the stressfulness of academic scenarios in the opinion of current
undergraduates. Four vignettes were included in the pilot study, two high stress academic
situations and two moderate stress academic situations. Participants were asked how they
would respond to the situation in addition to rating the stressfulness of each situation. Based on
the findings of the pilot study, two situations were selected: one highly stressful academic
situation and one moderately stressful situation (see Appendix B). A manipulation check in the
present study showed that the high-stress academic situation had a mean rating of 6.3 out of 7
while the moderate situation had a mean rating of 4.5 out of 7, and a t-test indicated that these
ratings were significantly different.
Emotional Intelligence
The Schutte Self Report Emotional Intelligence Test (SSEIT) was used to obtain a
general measure of emotional intelligence (Schutte et al., 1997) (see Appendix C). It is a 33item measure that uses a Likert scale from 1 (strongly agree) to 5 (strongly disagree) for
responses. Schutte’s test is based on the construct of Salovey and Mayer’s (1990) ability-based
model of emotional intelligence. It measures four subscales of emotional intelligence: emotion
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perception, utilizing emotions, managing self-relevant emotions, and managing others’
emotions. Higher scores indicate stronger emotional intelligence. The SSEIT had a Cronbach’s
alpha of 0.90, which indicates that the measure is reliable. A median split was used to generate
higher and lower emotional intelligence groups. The median value used for the cutoff was 122.5.
Brief Resilience Scale
The Brief Resilience Scale is a 6 item self-report measure of one’s ability to “bounce
back” from hardship (Smith et al., 2008) (see Appendix D). The 6 items are rated on a Likert
scale from 1 (strongly disagree) to 5 (strongly agree). Higher scores indicate more resilience.
The scale had a Cronbach’s alpha of 0.90.
Psychological Well-Being
Ryff et al.’s (2007) 18-item psychological well-being assessment was used as a
measure of well-being (see Appendix E). Ryff et al. (2007) identify six dimensions of well-being:
autonomy (� = .63), environmental mastery (� = .69), personal growth (� = .89), positive
relations with others (� = .60), purpose in life (� = .45), and self-acceptance (� = .77).
Participants responded to each question using a Likert scale from 1 (Strongly Agree) to 7
(Strongly Disagree). Cronbach's alpha for the overall well-being score was .89. High scores
indicate happier, more well-adjusted individuals. Each subscale includes three items. Higher
scores overall indicate a higher level of well-being for the general score as well as the
subscales. The psychological well-being subscales of autonomy, positive relations with others,
and purpose in life were excluded from additional analyses because each had a Cronbach’s
alpha score of 0.64 or below.
Brief COPE
The Brief COPE is a 28-item measure that evaluates 14 different coping styles that
encompass both approach coping and avoidance coping with stressful life events (Carver,
1997) (see Appendix F). The measure uses a Likert scale from 1 (I wouldn’t do this at all) to 4 (I
would do this a lot). Participants completed the Brief COPE twice to respond specifically to their
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coping skills in the high and moderate stress situations. The avoidance coping score (� = .78)
was calculated by adding the scores from the subscales of denial, substance use, venting,
behavioural disengagement, self-distraction, and self-blame. The approach coping score (� =
.79) was determined from the subscales of active coping, positive reframing, planning,
acceptance, seeking emotional support, and seeking informational support. Humor and religion
were excluded from both approach and avoidance scores because previous research suggests
they do not correlate with either approach or avoidance strategies.
Design
A 2 x 2 mixed-model design was used to study coping strategies. Emotional intelligence
and level of academic stress were the two independent variables, with avoidance and approach
coping as the dependent variables. Using a median split, higher and lower emotional
intelligence groups were created. Academic stress had two levels, high and moderate academic
stress. Emotional intelligence was a between-subjects variable, while the academic scenarios
condition was a within-subjects variable. Emotional intelligence was used as a continuous
variable in relation to resilience, overall psychological well-being, environmental mastery,
personal growth, and self-acceptance. Emotional intelligence was the predictor variable while
resilience, overall psychological well-being, QPA, environmental mastery, personal growth, and
self-acceptance were the outcome variables.
Procedure
The survey was completed online through a Google form. Participants read the informed
consent form and clicked the “I agree” button if they chose to continue (see Appendix G). After
obtaining consent, participants completed a demographic questionnaire asking them to identify
their age, gender, QPA, and race/ethnicity. Following the demographic questionnaire,
participants completed Schutte et al.’s (1997) Schutte Self Report Emotional Intelligence Test
(SSEIT), which measures emotional intelligence. Participants then completed Smith et al.’s
(2008) Brief Resilience Scale and a brief version of Ryff’s Psychological Well-Being Assessment
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(Ryff et al., 2007). Following the completion of these two scales, participants read a highly
stressful academic scenario and a moderately stressful academic scenario and completed the
Brief COPE following each (Carver, 1997). The order of presentation of the high stress and
moderate stress academic scenarios was counterbalanced to offset any order effects. Total
participation took approximately 15-20 minutes.
Results
Mixed Model ANOVAs
Two mixed-model ANOVAs were run to analyze the difference between high and low
emotional intelligence participants (between-subjects variable) and high and moderately
stressful academic situations (within-subjects variable) on coping.
It was hypothesized that those with high emotional intelligence would choose more
approach coping strategies than those with low emotional intelligence. It was also hypothesized
that the moderately stressful academic scenario would yield the use of more approach coping
strategies than the highly stressful academic scenario. Lastly, it was hypothesized that those
high in emotional intelligence would choose more approach coping strategies in the moderately
stressful scenario than the high stressful scenario. A two-way mixed-model ANOVA revealed
that the main effect for emotional intelligence was significant F(1,120) = 25.00, p < .0001, η2
=.17. As expected, those high in emotional intelligence (M= 39.05, SD= 4.76) employed more
approach coping strategies than those low in emotional intelligence (M= 34.74, SD=4.76). The
main effect for situational stress level was also significant F(1,120) = 6.20, p = .014, η2 =.05.
The high stress scenario (M= 37.37, SD= 5.45) yielded more approach coping strategies than
the moderately stressful scenario (M= 36.42, SD= 5.70), which was contrary to the hypothesis.
The interaction was not significant F(1,120) =.89, p > .05. See Table 1 for descriptive statistics.
Participants low in emotional intelligence were hypothesized to display more avoidant
coping strategies than those high in emotional intelligence. It was also hypothesized that the
highly stressful academic scenario would result in the use of more avoidant coping strategies
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than the moderately stressful academic scenario. Lastly, it was hypothesized that those low in
emotional intelligence would display more avoidant coping strategies in the highly stressful
scenario than the moderately stressful scenario. A two-way mixed-model ANOVA revealed that
the main effect for emotional intelligence was significant F(1,120)= 5.29, p = .023, η2 =.04. This
confirmed the hypothesis that those low in emotional intelligence (M= 26.37, SD= 5.45)
employed more avoidant coping strategies than those high in emotional intelligence (M=24.11,
SD=5.45). See Table 2 for descriptive statistics. The main effect for situational stress level was
also significant F(1,120) =13.20, p < .0001, η2 =.10. In line with expectations, the high stress
scenario (M= 25.99, SD= 5.98) yielded more avoidant coping strategies than the moderately
stressful scenario (M= 24.49, SD= 6.02) . The interaction was not significant F(1,120) = .87, p >
.05. See Table 2 for descriptive statistics. The difference in the prevalence of the use of
avoidant coping strategies among those higher and lower in emotional intelligence was not
dependent on stress level.
Linear Regressions
It was also hypothesized that emotional intelligence would serve as a positive predictor
of resilience. A simple linear regression was performed to test this relationship. Emotional
intelligence significantly predicted resilience β = .45, t(120) = 5.36, p < .0001. Emotional
intelligence also explained a significant proportion of variance in resilience, R2 = .20, F(1,120)=
30.10 p < .0001.
It was also hypothesized that emotional intelligence would serve as a positive predictor
of QPA. A simple linear regression was performed to test this relationship. Emotional
intelligence significantly predicted QPA β = .26, t(120) = 2.77, p < .0001. Emotional intelligence
also explained a significant proportion of variance in psychological well-being, R2 = .07,
F(1,120)= 7.67 p < .0001.
It was hypothesized that emotional intelligence would serve as a positive predictor of
psychological well-being. A simple linear regression was carried out to test this relationship.
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Emotional intelligence significantly predicted psychological well-being β = .48, t(120) = 6.01, p <
.0001. Emotional intelligence also explained a significant proportion of variance in psychological
well-being, R2 = .23, F(1,120)= 36.05, p < .0001.
Additionally, it was hypothesized that emotional intelligence would serve as a positive
predictor of environmental mastery. To test this relationship, a simple linear regression was
performed. Emotional intelligence significantly predicted environmental mastery β = .42, t(120) =
5.03, p < .0001. Emotional intelligence also explained a significant proportion of variance in
environmental mastery, R2 = .17, F(1,120)= 25.25, p < .0001.
Emotional intelligence was hypothesized to be a positive predictor of personal growth. A
simple linear regression was carried out to test this relationship. Emotional intelligence
significantly predicted personal growth β = .30, t(120) = 3.43, p = .001. Emotional intelligence
also explained a significant proportion of variance in personal growth, R2 = .09, F(1,120)= 11.77,
p < .0001.
It was hypothesized that emotional intelligence would serve as a positive predictor of
self-acceptance. A simple linear regression was carried out to test this relationship. Emotional
intelligence significantly predicted self-acceptance β = .44, t(120) = 5.36, p < .0001. Emotional
intelligence also explained a significant proportion of variance in self-acceptance, R2 = .19,
F(1,120)= 28.72, p < .0001.
Discussion
The present research evaluated the effects of emotional intelligence and academic
stress on coping, resilience, QPA, and psychological well-being. Most of the findings of the
current study supported the hypotheses. Specifically, the hypothesis that participants lower in
emotional intelligence would choose more avoidance coping strategies than those higher in
emotional intelligence was supported. Essentially, those categorized in the lower emotional
intelligence group were more likely to report coping in an avoidant manner. This implies that
those with an underdeveloped emotional intelligence are more prone to coping ineffectively,
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which is consistent with the findings of Noorbaskshs et al. (2010) and Saklofske et al. (2012).
Emotional intelligence appears to be a key factor in coping with academic stress, with those
high in emotional intelligence choosing more effective, approach coping strategies and those
low in emotional intelligence opting for the use of less adaptive, avoidance coping strategies.
Similarly, the hypothesis that the higher stress scenario would yield the use of more
avoidance coping strategies than the moderate stress scenario was supported. This is in line
with the work of Crego et al. (2016), who found that effective coping strategies were negatively
associated with perceived stress and ineffective coping strategies were positively associated
with perceived stress. The findings of the present study imply that more stressful academic
situations are likely to result in the use of less effective, or avoidant coping strategies, compared
to less stressful academic situations. In essence, the findings suggest that a student
experiencing higher levels of academic stress is more likely to cope in an ineffective, avoidant
way than a student experiencing lower levels of academic stress.
In relation to approach coping strategies, there were also several significant findings. As
expected, those higher in emotional intelligence chose significantly more approach coping
strategies than those lower in emotional intelligence. This supported the hypothesis as well as
previous findings that those higher in emotional intelligence employ more problem-focused,
effective coping strategies (Noorbaskshs et al, 2010; Saklofske et al., 2012). Again, emotional
intelligence appears to be a key factor in determining the effectiveness of coping. Someone’s
ability to effectively recognize and regulate their own emotion may allow them to handle
academic stress more effectively. Though this study focused on academic stress in particular,
the findings imply that more developed emotional intelligence may facilitate coping with life
stressors overall in a more effective way. Perhaps it is the ability to effectively understand and
manage emotions that allows those who are high in emotional intelligence to successfully cope
with life’s stressors. No matter, it is clear that those who are high in emotional intelligence are
more likely to cope with academic stress in an effective way.
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One finding related to approach coping was inconsistent with expectations. It was
hypothesized that the higher stress scenario would yield the use of fewer approach coping
strategies than the moderate stress scenario. Contrary to the hypothesis, however, the higher
stress academic scenario resulted in the use of significantly more approach coping strategies
than the moderate stress scenario. This finding is inconsistent with that of Crego et al. (2016),
who identified that increased perceived stress tends to result in the use of less effective coping
strategies. One possible explanation for the rise in approach coping is that increased stress
warrants more active, effective coping strategies. The consequences for ineffective coping in a
higher stress situation may be more severe, and therefore prompt people to make more
effective coping decisions. For example, there may be stronger repercussions for having car
troubles and missing a final exam than for having car troubles and missing a regular day of
class. The high-stakes nature of the high stress situation may have spurred the use of more
effective coping strategies. Additionally, the hypothetical nature of these scenarios may be a
factor in the unexpected difference in the use of approach coping strategies in the high stress
scenario. Perhaps some overestimate their coping capabilities and believe that they would cope
more effectively than they truly would when placed in a stressful scenario. This finding warrants
further research that examines how people cope practically, instead of hypothetically, in
stressful situations.
The interaction hypotheses regarding the effect of emotional intelligence and stress level
on coping strategy use were not supported. Essentially, the use of avoidance and approach
coping strategies of those higher and lower in emotional intelligence was not dependent on the
academic stress level. Though both emotional intelligence and stress are relevant factors when
it comes to coping effectively, it appears that emotional intelligence’s impact on coping is not
dependent on stress level nor is the stress level’s impact on coping influenced by emotional
intelligence.
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In addition to coping, the present research also evaluated the relationship between
emotional intelligence and resilience. Given the findings of Schneider et al. (2013) and Connor
and Slear (2009) that establish a positive relationship between emotional intelligence and
resilience, it was expected that emotional intelligence would positively predict resilience. In line
with expectations, emotional intelligence was found to be a positive predictor of resilience. This
suggests that one’s ability to perceive, recognize, and understand the emotions of others is
indicative of their overall ability to bounce back from stressful situations. Not only is emotional
intelligence related to coping with and handling stressful situations, but it is also crucial in
recovering from the situation afterwards.
Knowing the extensive, near therapeutic effects of emotional intelligence on coping and
resilience, emotional intelligence was also expected to serve as a positive predictor of
psychological well-being. Several past studies have established the positive relationship
between emotional intelligence and various facets of well-being, including subjective well-being,
overall well-being and psychological well-being (Extremera et al., 2020; Guerra-Bustamante,
2019; Marikutty & Joseph, 2016; Vergara et al., 2015). The present study found that emotional
intelligence did positively predict psychological well-being, which supported the hypotheses and
was consistent with the findings of past studies. The data suggest that those who have higher
emotional intelligence tend to be happier and more satisfied with life, whereas those lower in
emotional intelligence tend to not fare as well psychologically and generally are less happy. This
finding emphasizes the breadth of the impact of emotional intelligence and its relevance to our
mental health.
In addition to evaluating the relationship between emotional intelligence and an overall
level of psychological well-being, the present study also assessed the relationship between
emotional intelligence and three subcategories of psychological well-being: environmental
mastery, personal growth, and self-acceptance. The present research found that emotional
intelligence positively predicts these three facets of psychological well-being. This supported the
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hypotheses and means that the more emotionally intelligent someone is, the more likely they
are to feel in control of their environment, to continue to grow and develop, and to feel positively
about themselves. These findings further support the breadth of the impact of emotional
intelligence on a person’s well-being.
Likewise, the present research was also interested in the relationship between emotional
intelligence and QPA. Past research suggests a relationship between emotional intelligence and
academic achievement, so it was hypothesized that emotional intelligence would positively
predict QPA (Costa & Faria, 2020; Droppert et al., 2019). In line with expectations, emotional
intelligence was found to positively predict QPA. This implies that someone’s ability to regulate
their own emotions is related to their academic success. It is important to note that this
relationship does not signify that those who are more emotionally intelligent also display higher
levels of a traditional cognitive intelligence, but rather that emotional intelligence appears to
predict a student’s grades. Perhaps those who are more emotionally intelligent are able to more
effectively manage their interpersonal relationships, which leaves them more time to complete
their schoolwork. Or, maybe a higher level of emotional intelligence allows students to develop
better relationships with their professors and this, in turn, fosters academic success. No matter
the cause for this relationship, it is clear that emotional intelligence partially affects someone’s
ability to succeed academically. This reaffirms the widespread impact of emotional intelligence
and the importance of teaching it as a skill.
The present study had several strengths. The Schutte Self Report Emotional Intelligence
Test (1998) is a measure that has been well-established as an accurate way of assessing
emotional intelligence. This measure is based on the work of Salovey and Mayer (1990, 1997)
and views emotional intelligence as a set of abilities rather than Goleman’s (1995) loosely
defined constellation of traits that comprise emotional intelligence. Essentially, the present study
used a construct that is a more clear and measurable definition of emotional intelligence. This
study also specifically focuses on emotional intelligence and coping among a college
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population, which, as Extremera et al. (2020) highlight, is a pivotal developmental period
associated with many novel stressors. The relevance of college students as the population of
interest makes these findings particularly meaningful, because they can be applied in practical
ways to help students better adapt to the variety of stressors associated with this time in life.
Several limitations should be considered when assessing the impact of the findings in
the present research. The sample was overwhelmingly female, with 80.3% of the participants
identifying as women. What impact gender may have on emotional intelligence, if any, remains
unclear. Nevertheless, the majority female sample could limit their generalizability to other
genders. The sample was also a college population, which may limit the external application of
the findings to other age groups. Although the goal of this study was to evaluate the impact of
academic stress and emotional intelligence on college students in particular, this narrowed
focus does limit the generalizability of the findings to other age groups. More research should be
conducted among different age groups and genders to observe if the same connections
between emotional intelligence, stress, and coping exist.
Although the Schutte Self Report Emotional Intelligence Test (1998) has been
established as an effective measure for emotional intelligence, it is ultimately a self-report
measure. It indirectly measures one’s own assessment of their emotional intelligence, rather
than the behaviors of emotional intelligence itself. This poses a threat to internal validity,
considering that participants may have a distorted perception of their own behavior. Similarly,
the measure of academic stress was a hypothetical scenario rather than practical scenario. This
poses a potential limitation because participants were asked to report how they would likely
respond in that situation, rather than researchers objectively evaluating participants’ coping
behavior in a stressful situation. It is unclear if participants would perform the same in a practical
scenario as they would in this hypothetical scenario. Future research should attempt to use
practical, ability-based measures of emotional intelligence such as the MSCEIT. Additionally,
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future studies should utilize observable assessments of coping in stressful scenarios rather than
a self-reported measure.
The implications of this study are particularly important. Encountering stressors is a
given in life, whether they may be academic or personal in nature. No matter the origin of the
particular stressor, emotional intelligence has consistently demonstrated that it is a key factor
related to coping more effectively (Noorbaskshs et al., 2010; Saklofske, 2012; Ward Struthers et
al., 2000). Not only this, but it is positively related to what are arguably some of the most crucial
aspects of our lives, such as our ability to be resilient in the face of difficult circumstances and to
our overall well-being (Connor & Slear, 2009; Marikutty & Joseph, 2016; Schneider et al., 2013).
In a culture where feelings are often looked at as a weakness and the head and the heart are
seen as two mutually exclusive entities, recognizing the relevance of emotional intelligence can
be a difficult yet necessary task. Knowing the ubiquitously positive impact of higher emotional
intelligence calls for the creation of programs aimed at developing emotional intelligence. As
Salovey and Mayer (1997) emphasized, emotional intelligence is an ability, or a skill that can be
acquired through learning and practice. Implementing programs that focus on social-emotional
training would allow for people to become more effective at coping and perhaps even increase
their psychological well-being. Specifically, colleges and universities could implement programs
aimed at developing students’ emotional intelligence to help them better cope with the novel
stressors associated with this period in life. Moving away from home for the first time, searching
for social belonging, and an increase in academic rigor all contribute to the stress of college and
necessitate effective coping strategies. If emotional intelligence can facilitate effective coping,
then colleges and universities should invest in the development and implementation of
programs that teach students practical ways to further develop their emotional intelligence.
Despite all the beneficial implications of understanding the effect of emotional intelligence,
there are still facets of emotional intelligence that require more research. Future directions for
research could include exploring what other personal factors may be related to someone’s
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emotional intelligence, such as gender or socioeconomic status. These could potentially
illuminate the origin of emotional intelligence or roadblocks to further developing it. Additionally,
considering the work of Bedewy and Gabriel (2015) that states that the perception of stress
impacts how we experience it, future research could evaluate what relationship emotional
intelligence has with the perception and experience of stress. It would follow naturally that
because emotional intelligence appears to aid in coping, resiliency, and well-being, it may allow
for a lesser experience of stress as well. Or, conversely, perhaps those high in emotional
intelligence experience stress all the same but are simply better at managing it. This exploration
could conceivably identify some of the mechanisms that underscore emotional intelligence.
Moreover, future research should investigate ways to effectively teach or improve emotional
intelligence. From heightened levels of resilience and well-being to the ability to cope with life’s
stressors, the profound impact of emotional intelligence warrants the importance of developing it
as a skill and ensuring that methods of teaching it exist. Though society often views emotion
and intelligence as two mutually exclusive or even competing entities, the present research
demonstrates their inextricable relationship.
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Table 1
Means and Standard Deviations for Approach Coping
Variable
Approach Coping

Factor
EI

Stress

Note: The maximum score was 48.

M
Hi
Lo
High
Moderate

SD

39.05
34.74

4.76
4.76

37.37
36.42

5.45
5.79
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Table 2
Means and Standard Deviations for Avoidance Coping
Variable
Avoidance Coping

Factor

M

SD

EI

Hi
Lo

39.05
34.74

5.45
5.45

Stress

High
Moderate

37.37
36.42

5.98
6.02

Note: The maximum score was 48.
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Figure 1
Emotional Intelligence and Approach Coping

45
40

tl.()

35

C:

·c.
0

u

..c:

.

30

u

"'e
C.
C.

25

<l:

20
15
10
Lower

Higher

Emotional Intelligence

EMOTIONAL INTELLIGENCE AND ACADEMIC STRESSORS

32

Figure 2
Stress Level and Approach Coping
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Figure 3
Emotional Intelligence and Avoidance Coping
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Figure 4
Stress Level and Avoidance Coping
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Appendix A
Demographic Questionnaire
1. How old are you?
2. What is your gender?
3. What is your QPA?
4. What is your major?
5. How do you describe your race/ethnicity?
6. On a scale from 1 to 7, how would you rate your coping with the pandemic? (1- Highly
Ineffective, 7- Highly Effective)
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Appendix B
Hypothetical Stress Scenarios
High Stress Situation. You are currently off campus and it is the morning of the final exam in
one of your most important classes. You have spent the past week studying and preparing for
the exam because it’s worth 40% of your grade. Your professor has repeated on multiple
occasions that if you do not show up on time, you will receive a zero for the entire test. That
means you would fail the class. As you’re getting ready to leave, your car won’t start. How are
you likely to respond?
Rate how likely (1, not at all likely, to 5, definitely likely) you are to use each of the
following potential responses to this situation:
a. Email your professor immediately to let them know what is going on with your car
and try to reschedule your exam
b. Try to find a ride from someone else even if that means you will be late
c. Call a friend/family member to vent and/or do something physical to take your
mind off of it (yoga, exercise, meditate, etc)
d. Take care of your car now and deal with the exam problem later
e. Experience such anxiety that you aren’t sure how to fix either problem

If you had to choose one response, which response fits with what you would most likely
do?
f.

Email your professor immediately to let them know what is going on with your car
and try to reschedule your exam

g. Try to find a ride from someone else even if that means you will be late
h. Call a friend/family member to vent and/or do something physical to take your
mind off of it (yoga, exercise, meditate, etc)
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Take care of your car now and deal with the exam problem later

j.

Experience such anxiety that you aren’t sure how to fix either problem
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Moderate Stress Situation. You have had a busy week between your work schedule,
extracurriculars, and school work. Amidst the chaos, you realize that you forgot about a weekly
reading assignment and reflection paper that is due tomorrow. You don’t know this professor
very well, so you’re not sure how flexible they will be with your schedule. You have been trying
to keep up with school work as best you can but completing this assignment would mean that
you have to rearrange your plans to go out to dinner with friends for the evening. How are you
likely to respond?
Rate how likely (1, not at all likely, to 5, definitely likely) you are to use each of the
following potential responses to this situation:
a. Go out to dinner with your friends like you planned and decide not to do the
assignment since it probably isn’t worth many points anyway
b. Email the professor to let them know what is going on and ask if you can submit
it late
c. Be upset with yourself but do something to distract yourself and feel better (e.g.
complain to friends, go for a walk, watch a movie, etc)
d. Say nothing to the professor on the due date but email them the assignment a
few days late and hope they accept it
e. Rearrange your schedule (e.g. move dinner to a different day or skip it this time)
and sit down to finish the assignment on time
If you had to choose one response, which response fits with what you would most likely
do?
f.

Go out to dinner with your friends like you planned and decide not to do the
assignment since it probably isn’t worth many points anyway
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g. Email the professor to let them know what is going on and ask if you can submit
it late
h. Be upset with yourself but do something to distract yourself and feel better (e.g.
complain to friends, go for a walk, watch a movie, etc)
i.

Say nothing to the professor on the due date but email them the assignment a
few days late and hope they accept it

j.

Rearrange your schedule (e.g. move dinner to a different day or skip it this time)
and sit down to finish the assignment on time
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Appendix C
Schutte Self-Report Emotional Intelligence Test
1. I know when to speak about my personal problems to others
2. When I am faced with obstacles, I remember times I faced similar obstacles and
overcame them
3. I expect that I will do well on most things I try
4. Other people find it easy to confide in me
5. I find it hard to understand the non-verbal messages of other people*
6. Some of the major events of my life have led me to re-evaluate what is important and not
important
7. When my mood changes, I see new possibilities
8. Emotions are one of the things that make my life worth living
9. I am aware of my emotions as I experience them
10. I expect good things to happen
11. I like to share my emotions with others
12. When I experience a positive emotion, I know how to make it last
13. I arrange events others enjoy
14. I seek out activities that make me happy
15. I am aware of the non-verbal messages I send to others
16. I present myself in a way that makes a good impression on others
17. When I am in a positive mood, solving problems is easy for me
18. By looking at their facial expressions, I recognize the emotions people are experiencing
19. I know why my emotions change
20. When I am in a positive mood, I am able to come up with new ideas
21. I have control over my emotions
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22. I easily recognize my emotions as I experience them
23. I motivate myself by imagining a good outcome to tasks I take on
24. I compliment others when they have done something well
25. I am aware of the non-verbal messages other people send
26. When another person tells me about an important event in his or her life, I almost feel as
though I have experienced this event myself
27. When I feel a change in emotions, I tend to come up with new ideas
28. When I am faced with a challenge, I give up because I believe I will fail*
29. I know what other people are feeling just by looking at them
30. I help other people feel better when they are down
31. I use good moods to help myself keep trying in the face of obstacles
32. I can tell how people are feeling by listening to the tone of their voice
33. It is difficult for me to understand why people feel the way they do*
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Brief Resilience Scale
1.

I tend to bounce back quickly after hard times

2. I have a hard time making it through stressful events
3. It does not take me long to recover from a stressful event
4.

It is hard for me to snap back when something bad happens

5. I usually come through difficult times with little trouble
6.

I tend to take a long time to get over set-backs in my life
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Appendix E
Psychological Well-Being Scale
1. “I like most parts of my personality.”
2. “When I look at the story of my life, I am pleased with how things have turned out so
far.”
3. “Some people wander aimlessly through life, but I am not one of them.”
4. “The demands of everyday life often get me down.”
5. “In many ways I feel disappointed about my achievements in life.”
6. “Maintaining close relationships has been difficult and frustrating for me.”
7. “I live life one day at a time and don’t really think about the future.”
8. “In general, I feel I am in charge of the situation in which I live.”
9. “I am good at managing the responsibilities of daily life.”
10. “I sometimes feel as if I’ve done all there is to do in life.”
11. “For me, life has been a continuous process of learning, changing, and growth.”
12. “I think it is important to have new experiences that challenge how I think about myself and
the world.”
13. “People would describe me as a giving person, willing to share my time with others.”
14. “I gave up trying to make big improvements or changes in my life a long time ago”
15. “I tend to be influenced by people with strong opinions”
16. “I have not experienced many warm and trusting relationships with others.”
17. “I have confidence in my own opinions, even if they are different from the way most
other people think.”
18. “I judge myself by what I think is important, not by the values of what others think is
important.”
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Brief COPE
1. I would turn to work or other activities to take my mind off things.
2. I would concentrate my efforts on doing something about the situation I'm in.
3. I would say to myself "this isn't real.".
4. I would use alcohol or other drugs to make myself feel better.
5. I would get emotional support from others.
6. I would give up trying to deal with it.
7. I would take action to try to make the situation better.
8. I would refuse to believe that it has happened.
9. I would say things to let my unpleasant feelings escape.
10. I would get help and advice from other people.
11. I would use alcohol or other drugs to help me get through it.
12. I would try to see it in a different light, to make it seem more positive.
13. I would criticize myself.
14. I would try to come up with a strategy about what to do.
15. I would get comfort and understanding from someone.
16. I would give up the attempt to cope.
17. I would look for something good in what is happening.
18. I would make jokes about it.
19. I would do something to think about it less, such as going to movies,
watching TV, reading, daydreaming, sleeping, or shopping.
20. I would accept the reality of the fact that it has happened.
21. I would express my negative feelings.
22. I would try to find comfort in my religion or spiritual beliefs.
23. I would try to get advice or help from other people about what to do.
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24. I would learn to live with it.
25. I would think hard about what steps to take.
26. I would blame myself for things that happened.
27. I would pray or meditate.
28. I would make fun of the situation.
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Appendix G
Informed Consent Agreement
Please read this consent agreement (or listen carefully if it is being read to you) before
you decide to participate in the research study. Please keep a copy for your records.
Project Title: Personal characteristics associated with academic stress
Purpose: The purpose of this research study is to understand college students’ responses to
hypothetical academic dilemmas.
Participation: As a participant in this study, you will be asked to read two hypothetical
academic situations and provide your potential behavioral responses to being in these
situations. Additionally, you will be asked to answer questions about emotional intelligence (33
items), coping (28 items), psychological well-being (18 items), and resilience (6 items).
Time Required: Your participation is expected to take about 15-20 minutes.
Voluntary Participation: Please understand that participation is completely voluntary. You
have the right to refuse to participate and/or answer any question(s) for any reason, without
penalty. You also have the right to withdraw from the research study at any time without
penalty. If you want to withdraw from the study please exit the window at any time.
Potential Risks: The potential risk associated with this study is experiencing mild stress from
reading about hypothetical academic scenarios. You may exit the study at any time if you feel
discomfort. If necessary, the University of Lynchburg’s Counseling Center can be reached at
(434) 544-8616.
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Potential Benefits: The potential benefits associated with this study are self-reflection and
increased self-knowledge related to how to better manage stress in college that could be used
to improve overall well-being of students.
Compensation: You will not receive compensation for participation in this study.
Confidentiality: Your individual privacy will be maintained throughout this study. In order to
preserve the confidentiality of your responses, your name will not be collected and data will be
stored by the PI, Alisha Marciano, in her password-protected Google Drive. Only individuals on
the research team who are involved in data analysis will have access to the shared folder and
data. Access for any student research team members will be removed after the student has
graduated or left the university.
Whom to Contact with Questions: If you have any questions or would like additional
information about this research, please contact Jenna Bohrer at bohrer_j@lynchburg.edu. You
can also contact my faculty research sponsor, Dr. Alisha Marciano, at
marciano.a@lynchburg.edu who is the Principal Investigator (PI) for this project and is
supervising my work on the study. The University of Lynchburg Institutional Review Board (IRB)
for Human Subjects Research has approved this project. This IRB currently does not stamp
approval on the informed consent/assent documents; however, an approval number is assigned
to approved studies – the approval number for this study is LHS2021033. You may contact the
IRB Director, Dr. Sean Collins, through the Office of the Associate Provost at the University of
Lynchburg at 434.544.8367 or irb-hs@lynchburg.edu with any questions or concerns related to
this research study.
Agreement: I understand the above information and have had all of my questions about
participation in this research study answered. By clicking on “I agree” below I voluntarily agree
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to participate in the research study described above and verify that I am 18 years of age or
older.

